































(2003) によると、「教員意識（teacher cognition）」とは “the unobservable cogni-







informa tion, attitudes, expectations, theories, and assumptions about teaching and 
learning”（Richards, 1998, p. 66）などから構成される。先行研究の中には beliefs
を、立証され慣習的に受け入れられた事実としての knowledgeと区別する見解
もある（Ernest, 1989; Nespor, 1987）が、より近年の研究動向としては、教室内
でのある出来事が “what the teacher knows”、“what the teacher believes”、さらに
“what the teacher believes s/he knows”のいずれによるのかは明らかではないため
（Woods, 1996, p. 194）、beliefsと knowledgeは “inextricably intertwined”（Pajares, 
1992, p. 325）とみなす立場が多い。指導実践に関する beliefsは、指導方法や学
習プロセスに関する教師個人の率直な考えや判断を反映しており、“tend to be 
experientially informed and appear to become deeply held and largely context-
independent”（Breen, Hird, Milton, Oliver, & Thwaite, 2001, p. 472）という特徴を
























































て NDの教員の方が英語教育の経験が短く（chi square = 45.46, df = 4, p < .01）、
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１．歌 .448 ** ‒.165 ** ‒.330 ** .468 ** ‒.171 * ‒.239 **
２．ゲーム .368 ** ‒.045 ‒.128 .368 ** ‒.045 ‒.128
３．文化 .186 ** ‒.064 ‒.099 .442 ** ‒.174 * ‒.162
４．コミュニケーション .324 ** ‒.057 ‒.074 .388 ** ‒.315 ** ‒.111
５．会話 .490 ** ‒.232 ** ‒.253 ** .335 **  .010  .000
６．発音 .552 ** ‒.215 ** ‒.393 ** .493 ** ‒.062 ‒.296 **
７．発音記号 .440 ** ‒.194 ** ‒.315 ** .512 ** ‒.102 ‒.424 **
８．文字と音の対応 .602 ** ‒.402 ** ‒.494 ** .526 ** ‒.389 ** ‒.161
９．アルファベット .629 ** ‒.380 ** ‒.484 ** .603 ** ‒.312 ** ‒.363 **
10．単語の読み .581 ** ‒.318 ** ‒.509 ** .590 ** ‒.259 ** ‒.458 **
11．綴りの書き写し .462 ** ‒.247 ** ‒.373 ** .405 ** ‒.060 ‒.362 **
12．綴りの暗記 .352 ** ‒.099 ‒.247 ** .384 **  .033 ‒.506 **
13．読み聞かせ .558 ** ‒.290 ** ‒.474 ** .503 ** ‒.308 ** ‒.547 **
14．文法 .555 ** ‒.179 ** ‒.050 .385 ** ‒.070 ‒.410 **






















.% .%.% .% .% .%.% .%.% .% .% .%.%.%.%


























































































































. 歌 . ゲーム . コミュニ
ケーション活動
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ものの、顕著な差が得られたのは１〔歌〕（t (364) = 2.34, p < .05）と７〔英語















学校タイプ間で意見の分布が有意に異なっていた（chi square = 9.97, df = 4, 
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プの影響を受けていた（chi square = 26.16, df = 15, p < .05）。特に Dの教員多く
言及されたのは３〔文字の音やフォニックス〕（t (262.70) = 2.82, p < .01）、４〔読
み書き技能まで〕、７〔聞き取りは発音の手がかり〕、９〔簡単な読み〕 
（t (241.50) = 2.21, p < .05）としての文字の扱いであり、一方 NDでは５〔歌や
ゲームの中で〕の記述が多かった。Dの教員は NDよりも、将来的な英語の読
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　Figure 10と Figure 11は、教員の回答中の初期読み技能導入に対して「肯定
的」、あるいは「否定的」な理由や条件をコード化し、それらの分布をまとめ
たものである。肯定的態度の理由の分布には学校タイプの影響が見られた（chi 
square = 25.69, df = 13, p < .05）。Dの教員が NDより有意に多く記述した理由
は９〔文字を手がかりにする児童がいる〕（t (116) = 2.96, p < .01）と10〔文字
は発音の手がかりになる〕（t (116) = 2.68, p < .01）であり、一方 NDの教員は
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 This paper reports on the findings from the questionnaire survey which aimed 
to (1) investigate the current practice of letter and early reading instruction in 
Japanese elementary schools, and (2) to elicit the teachers’ beliefs and principles 
about the introduction of letters and early reading into ‘Foreign Language Activity.’ 
The participants were 237 teachers from the elementary schools which had been 
designated for English teaching research and 161 teachers from the schools that 
had never been designated for research.
 The results show that more than half of the teachers use the letter-related 
activities in their English classes, and approximately 30% of them even use word 
reading activities. Moreover, whereas the activities which help children become 
familiar with English and foreign cultures according to the objective of the Course 
of Study for ‘Foreign Language Activity’ are most widely used in the current 
English classes, letters are presented to the children when these activities were 
introduced. Furthermore, it was demonstrated that the teachers’ beliefs about the 
importance of an activity for children had the biggest influence on whether the 
activity was actually conducted in their classrooms. Teachers also tended to 
consider the activities that require them to have special knowledge or skills to teach 
more difficult, and seemed more likely to avoid the activities that could lead to 
producing children who come to dislike English at the elementary school level.
 With regard to the instruction of literacy-related skills in ‘Foreign Language 
Activity,’ about 70% of the teachers had positive reactions to the letter use, while 
about the same percentage of teachers were negative about the introduction of early 
English reading. What needs to be emphasised is that more teachers from the 
designated schools expressed more positive attitudes. It was argued that the 
significance and necessity of introducing letters in view of early reading instruction 
would be recognised as teachers have more experience in teaching ‘Foreign 
Language Activity.’
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